shown that the average reading and math achievement levels of low-income, minority students usually are at the 20th to 28th percentiles by the end of third grade, virtually a year below grade level (Ozenne, et al., 1976; Molitor, Watkin, Napier, & Proper, 1977; National Assessment of Educational Progress, 1979) .
The educational changes--both institutional and instructional--necessary to improve this situation have been difficult to accomplish (Stebbins, St. Pierre, Proper, Anderson, & Cerva, 1977) particularly in inner-city schools (Cohen, Koehler, Datta, & Timpane, 1980) . A study was conducted by the U.S. Office of Education to explore the effects of the various educational models in two of the country's largest urban areas, New York City and Philadelphia. The authors of the Abt Report (Stebbins, et al., 1977) identified several characteristics of large cities that made successful delivery of any program particularly difficult--"high teacher turnover, teacher strikes, formal negotiations over teacher contracts, and the bureaucracy generally associated with large school systems" (Stebbins, et al., 1977, vol. IV-A, p. 150) .
They viewed the big cities as a "test of the educational model's ability to adapt to often adverse conditions, a test which appears difficult to pass" (vol. IVA, p. 148).
Within this context Stebbins and colleagues compared the results of eleven Follow Through projects in the two cities.
Only one of these eleven projects--the P.S. 137 Direct
Instruction Model--showed consistent, significant positive effects in all academic areas--both basic skill areas (e.g., arithmetic computation) and higher order cognitive skills (e.g., reading comprehension, math problem solving). The same project was recently approved for national validation as a successful program by review of the National Institute of Education (Gersten, Meyer, & Gutkin, 1981) . (4) ongoing in-service and pre-service training which offers concrete, "hands on" solutions to prblems arising in the classroom;
(5) a comprehensive system for monitoring both the rate at which students progress through the curriculum and their mastery of the material covered.
More complete descriptions of the curriculum and the philosophy of instruction are presented elsewhere (e.g., Becker, Engelmann, Carnine, & Rhine, 1981; Carnine & Gersten, 1982) . In this paper we will describe the monitoring, administrative, and supervisory elements of the model. We believe these elements are of great relevance for curriculum systems other than Distar, particularly when active teaching (Good & Grouws, 1979) or other direct instruction approaches (e.g., Stallings, 1980) Monitoring instruction. To judge and criticize teacher performance without offering suggestions on how that performance can be improved seems wrong. In contrast, the Direct Instruction
Model examines everything from textbooks and critical teaching behaviors to placement decisions and procedures for assessment.
The model specifies in detail what can be done to improve consistent errors (e.g., a child who has problems identifying the main idea of a story, a poorly motivated reading group) and provides precise guidance and feedback on the implementation of the solution in the classroom. The desired teacher behavior can be modeled by the supervisor in the classroom (Becker, Engelmann, Carnine, & Rhine, 1981; Carnine, & Gersten, 1982) .
Monitoring both the quality and quantity of instruction is a key element of success. Since the lessons in each subject are numerically sequenced, from 1-160, it is not difficult to monitor the quantity of instruction.
At the beginning of each year, the Project Manager meets with each classroom teacher and paraprofessional, and they determine the number of lessons to be completed by each group in the class for the school year. Average-ability groups are expected to complete one lesson each day in each subject area; adjustments are made for higher and lower performing groups. There were seven items. There are three items scored at 93%, and one at 100%, two at 33%, and one at 50%.
Quantity of instruction without corresponding quality is
meaningless. If the number of lessons was the only measure of instructional effectiveness, teachers might be inclined to "turn the pages," i.e., to complete lessons regardless of how students were performing. In fact, we have observed many novice teachers doing this. To avoid this danger, criterion-referenced tests are administered by a trained tester (someone other than the classroom teacher). This is a far more objective system than teacher-administered tests. Students are tested in either reading, language, or math every three weeks. With this schedule student performance is monitored every three weeks in one subject area and every nine weeks in all three areas. Testing in the lower grades is done on an individual basis. By third grade, the tests are often group administered.
Insert Figure 2 about here.
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These data show that two members of the group are doing well, two are having problems, and two are in serious trouble.
However, overall mastery is high for the first four items, and low on the last three. Thus remediation is an individual problem for the first four items, and a common group problem with the last three items. The teacher will focus on the last three skills with the group; and the Project Manager will observe the teacher, to see if the difficulty is in the teacher's presentation.
Teacher training. The Project Manager conducts training on either a one-to-one basis or in groups outside the classrooms, depending upon the number of staff with common problems. Though these sessions sometimes include explanations of the rationale Report studied several sites and assigned comparison groups for the nine largest sponsors. Unfortunately, since Follow Through served the neediest students in a community, students in the comparison groups tended to be somewhat less disadvantaged than the Follow Through students (House, Glass, McLean, Walker, 1978; Stebbins, et al., 1977 Using analysis of covariance, scores for the Follow Through students were compared to scores of (a) students in the local comparison (NFT) sample and (b) a "pooled comparison" sample of 6,000 low SES students.
---------------------------

1
Covariates included SES, pretest scores, ethnicity, and home language. The latter comparison should be less biased by covariance adjustments because the size of the comparison sample was so large and so many different communities were sampled that any idiosyncracies or inequities in local sampling would be minimized. These comparisons were made to offset any bias due to the local comparison group being a bit less (or more) disadvantaged than Follow Through, or the program in the local comparison schools being a bit better (or worse) than existing educational practices for low income students (Stebbins, et al., 1977, vol . IV-A). The mean raw scores have been converted to percentiles to give the reader a sense of how Follow Through students compare to the norm sample of the MAT. Statistically significant positive effects are found when comparisons are made with the pooled group rather than with the somewhat less disadvantaged local comparison school (see House, et al., 1978 or Carnine & Gersten, 1982 for a more thorough discussion of the covariance analyses). Any magnitude of the treatment effect larger than one-fourth standard deviation is considered educationally significant (Horst, Talmadge, & Wood, 1975) .
University of Oregon and New York City testing programs.
The quasi-experimental design used by Abt controls for most of the traditional threats to internal validity such as maturation, reactivity to testing, and history. However, as Cook and Campbell (1979) state, there will always be potential flaws in any quasi-experimental field study. Thus, the only way to demonstrate effectiveness convincingly is to show replicability across time (i.e., across cohorts of children). Table 2 in 1974-1975, is presented. These figures were corroborated by subsequent research (Ozenne, et al., 1976) , and appear to be a reasonable comparison standard for the children in P.S. 137.
Insert Table 2 about here.
The drop in reading for Cohorts VI and VII was likely due to the budget crisis in New York City which began in 1975-76.
Reduced budgets led to fewer teachers and paraprofessionals in the city, and to the loss of a teacher trainer and a family worker position at P.S. 137. Citywide, tenured teachers and paraprofessionals were often reassigned to schools on the basis of seniority, thus causing a great deal of staff mobility. In addition, less money was available for instructional materials or are not as precise as the standard score units used in the other analyses, they should offer reasonably good estimation of the effects. It is unlikely that the use of grade equivalents would systematically bias the test results for within-grade comparisons which we present. Table 3 shows these comparisons. Not only did the Follow Through students maintain mean scores at or above grade level in Grades four and five, but they scored significantly higher than the remainder of the students in the district (p < .05). Thus, there is evidence that the positive effects of Follow Through are maintained in the intermediate grades.
Insert Table 3 about here.
Conclusions
Mean performance for comparable disadvantaged inner city students on standardized achievement tests in third grade Reading and Math typically is between the 24th and 30th percentiles. The students in the program at P.S. 137 have consistently surpassed these levels. Given the Direct Instruction model as it has been described, what are the implications for districts with similar conditions?
In her secondary analyses of the Follow Through evaluation, Kennedy (1978) argued that perhaps the "assertive," non-adaptive tactics used by the University of Oregon to insure that its model was implemented as conceived led to its success in New York City, when none of the other Follow Through approaches succeeded in the large cities. Edmonds (1979) noted that in the effective innercity schools he observed, principals adopted the same assertive role--insuring adequate time was spent each day in reading, instilling high expectations for all students to succeed, actively monitoring progress in reading. These are quite similar to the roles adopted by the University of Oregon's Project
Manager.
Especially in school settings with high student and teacher turnover, it appears that a clearly specified, well articulated program has greater potential for continuity and success than models that are not well articulated. The Direct Instruction programs are less dependent than other programs upon the unique contributions of specific people. Once teacher trainers become Direct Instructionexperienced, they can teach the basic techniques to new teachers in a matter of hours. This has been important in inner city areas where there is usually high teacher turnover. Others have also found that concrete, well articulated models of teaching can lead to improvement in achievement of pupils in urban schools (e.g., Good & Grouws, 1979; Stallings, 1980) . (1980) , Ebmeier and Good (1979) , and Anderson, Evertson, and Brophy (1979) . Teachers would probably welcome a break in the isolation that most of them experience if they received useful feedback and demonstrations rather than observations and brief follow-up conferences. Working with teachers in the classroom (rather than supervising teachers) shifts attention to student performance. [1973] [1974] . This figure corresponds to subsequent data collected by Ozenne et al., (1976) and NAEP (1979 
